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Abstract 
Most online assessment systems now incorporate social networking features, and recent developments in 
social media spaces include protocols that allow the synchronisation and aggregation of data across 
multiple user profiles. In light of these advances and the concomitant fear of data sharing in secondary 
school education this papers provides important research findings about generic features of online social 
networking, which educators can use to make sound and efficient assessments in collaboration with their 
students and colleagues. 
This paper reports on a design experiment in flexible educational settings that challenges the 
dichotomous legacy of success and failure evident in many assessment activities for  at-risk  youth. 
Combining social networking practices with the sociology of education the paper proposes that 
assessment activities are best understood as a negotiable field of exchange. In this design experiment 
students, peers and educators engage in explicit, "front-end" assessment (Wyatt-Smith, 2008) to translate 
digital artefacts into institutional, and potentiality economic capital without continually referring to paper 
based pre-set criteria. This approach invites students and educators to use social networking functions to 
assess “work in progress” and final submissions in collaboration, and in doing so assessors refine their 
evaluative expertise and negotiate the value of student’s work from which new criteria can emerge. The 
mobile advantages of web-based technologies aggregate, externalise and democratise this transparent 
assessment model for most, if not all, student work that can be digitally represented.  
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at-risk youth  
1 INTRODUCTION 
A multi-disciplinary team of researchers at Queensland University of Technology (QUT) is investigating 
the relationship between authentic assessment practices, exchanges of cultural capital and online social 
networking. Our project has developed a new model for assessing the educational progress of at-risk 
youth who re-enter education via a specific network of Flexible Learning Centres (hereafter FLCs) in the 
State of Queensland, Australia. The model draws on "authentic assessment" and "assessment for 
learning" principles to create individual student profiles that students and staff can access and associate 
with their own and others’ digital content outside the normal school day. Although we do not treat at-risk 
youths as educationally deficit, our research makes an assumption derived from Bourdieu’s sociological 
model of capital. Based on empirical evidence and practitioner insights we assume that at-risk youth 
possess valuable experiences and resources, which we categorise as “cultural capital”. Albright & Luke 
(2007) and Grenfel (1996) use Bourdieu’s (1984, 1990) theories to argue that good education can, and 
should, translate student’s cultural capital into credentials with recurrent value in adult society. Using this 
approach to online educational assessment we have developed a model that compiles quantitative and 
qualitative evidence of student resources and achievements, which encourages them and their teachers 
to compare and contrast self assessments with those of their peers, and subject experts. Our model of 
assessment for at-risk youth enables; 1) students to understand and document their own educational 
development, 2) provides teachers and youth workers with new grounds to advocate for appropriate 
curriculum, counselling and careers guidance, and 3) reports and tracks student development for funding 
and accountability purposes. 
Our central research question - what is the optimal model for assessing the intellectual, social and 
aesthetic resources that at-risk youth bring to, and develop through, flexible learning environments? - 
required a detailed investigation of the relationship between pre-set and emergent criteria, and the user-
moderation practices that occur in online social networking spaces (Brader, 2009; Connelly, 2009). We 
have found that semantic analyses of the social practices embedded in these web 2.0 technologies can 
assist the providers of flexible education to exchange assessments of student’s digital artefacts and their 
learner identities as a logical, democratic and transparent progression of assessment methods.  
We have built the model based on the research we have undertaken through observational field work and 
interviews with students, staff and administrative stakeholders to set appropriate educational parameters, 
and have identified institutional and technological obstacles to the development of the new assessment 
model. The model is in its second phase of prototyping, and is testing popular online social networking 
practices to find out how they might make student/peer/teacher assessment exchanges more efficient 
and effective for all stakeholders. In this phase students, their peers and teachers make use of tags, 
comments, ratings, competitions, and user moderation practices to assess and amend their educational 
outputs and learning profiles in much the same way as users of online social networks such as YouTube, 
MySpace or Facebook.  Our secure system allows appropriate access to all members of the FLC 
network, whilst the general public can only view the profiles and content online that has successfully 
progressed through our assessment exchange process. We have amended standard social networking 
functions, such as comments, ratings, tags and user-moderation practices, to suite flexible learner 
requirements so that users can view revised versions of content and associated assessment 
commentaries to make assessments of educational progress more transparent and meaningful. As such 
our model challenges the either/or dualism evident in many assessment procedures by disputing the 
common misconception that variation and diversity are interchangeable terms, and by displaying 
contrasting student responses to common assessment tasks.  
This remainder of this paper is divided into three sections. The first section describes the context of 
flexible learning centres and potential uses of our assessment as exchange model. The second section 
describes an “exchange of capital” approach to the assessment of student’s work and the third section 
outlines the amendments we have made to popular online social media practices in order to 
accommodate our assessment agenda. As we develop, trial and implement this innovative model for 
assessing the capacities of marginalised youth, we also capture a wider range of their life experiences, 
resources and skills, and facilitate the description of their educational achievements in both conventional 
academic and non-traditional courses of study. It is our research team's belief that a combination of 
semantic analysis (Gruber, 2008) with social networking practices in this exchange model has wide 
ranging applications for the assessment of creative works across education, health and community 
development sectors.  
2 FLEXIBLE LEARNING ENVIRONMENTS 
It is no coincidence that the current trend of flexible delivery modes in education services arose alongside 
the growth mobile information and communication technologies (ICTs) (see Castells, 1999, 2007). Our 
literature review has identified hundreds of service providers espousing the benefits of “flexible learning” 
in their modes of delivery, including State funded, community and commercial enterprises. Typically these 
education providers refer to new developments in mobile ICTs as central planks of their solutions, placing 
emphasis on the flexibility of their system in order to accommodate the demands and constraints of 21st 
Century learners.  
This research project is based at the Flexible Learning Centre Network, which is Queensland’s largest 
non-state re-entry program, providing formal and non-formal educational and training for 400+ at-risk 
students across ten sites – in schools and mobile, outreach services. The FLC Network aims to “include 
the excluded” with promotional materials that state “teaching and learning is characterised by small class 
sizes, a flexible curriculum that draws on the individual interest and needs and a democratic pedagogical 
approach that encourages empowerment and autonomy” (EREA, 2009: 1). These FLCs provide learning 
experiences to address students’ social, psychological and academic needs in a holistic fashion, and as 
part of this mission the program staff do not prioritise the achievement of standard education accreditation 
over the social outcomes of their student’s learning experiences. All FLCs use Queensland State 
curriculum frameworks and accredited national courses to enable students to take personal responsibility 
for their actions and learning; enhance their general well being; achieve greater autonomy and self-
reliance; and to engage with further education and employment. The network currently employs over 100 
staff - a mixture of teachers and aids, youth and social welfare workers, counsellors and psychologists, 
who bring diverse training backgrounds, credentials and life experiences to the task. As these FLCs fall in 
between the gaps of traditional teacher education, social work, counselling, psychology and vocational 
education – there are few prototypes for ongoing in-service training and professional development, and 
this situation has created an assessment problem, which our model addresses directly. 
Young people re-entering such flexible learning environments present with diverse motivations and 
educational backgrounds, typically with repetitive patterns of failure and interrupted schooling (Brader, 
2004, 2010; Coles et. al. 2002). The majority of these programs have relied on conventional assessment 
tools for developmental diagnostic purposes, exit assessment, and reporting to stakeholders including: 
standardised literacy and numeracy tests, psychological profiling instruments, and psychometric 
diagnostics for assessing learning needs, speech and hearing problems (Luke, 2006). As many at-risk 
students occupy the bottom quartile on such conventional measures they ‘re-enter’ education assessed 
as ‘deficit’ by the same measures they failed before exiting mainstream schooling (Comber & Kamler, 
2004). Yet several research reports suggest that these young people develop a rich repertoire of 
capacities and knowledges through youth and adult cultures, informal learning through new media and 
popular culture, and participation in peer, community and other institutional networks (e.g., Brader, 2010; 
Heath & McLauglin, 1993; Vadeboncoeur, 2006). These repertoires are readily “misrecognised” by 
institutions and teachers (Bourdieu, 1990; Oakes, 1985). In light of this problem the FLC Network 
conducted pilot research (Brader, 2007) that reported a lack of instrumentation and data on two key 
elements of students’ learning, 1) students’ social, cultural and experiential resources brought to the 
program; and, 2) students’ social and interactional competences and networks, aesthetic products, 
cultural identities and personal development. 
Our research has documented FLC students and staff reporting major developmental progress and 
individual breakthroughs in “soft skills” such as communication through music and art, negotiation, peer 
relations and networks, community service, self-confidence and presentation of self. For some, these 
gains translate into conventional achievement and credentials (e.g., test scores, grades, certificates). Yet 
the FLC Network lacks systematic ways of reporting on important elements of students’ progress that 
Ladwig (2010) calls “non-academic outcomes”. Part of this problem is that many FLC teachers, 
counsellors and youth workers, like others in adult and vocational education, lack specialised training in 
educational assessment (Hodkinson, 2002; Wagner, 1998), and many of these flexible learning 
environments find it difficult to demonstrate program efficacy to funding bodies and stakeholders, other 
than via conventional outcome measures (e.g., test scores, attendance). The invisibility of these soft skills 
in formal education institutions also referred to in the educational literature as “social or non-cognitive” 
outcomes (Teese, 2000; Luke & Hogan, 2006), reinforce the current policy focus on academic outcomes, 
and the technical and philosophic limits of conventional assessment (Moss et al. 2006).  
Our model of assessment as a field of exchange addresses the practical needs of flexible learning 
providers for pedagogical, diagnostic, programming and accountability purposes. It also addresses the 
broader philosophic challenge facing education systems: developing consistent ways of describing, 
recognising and building a range of human “capabilities” beyond conventional academic performance 
(Reid, 2005). Our view is that we need to expand the modes of assessment to reliably report and 
educationally capitalise on the full range of textual, digital and performative life experiences and 
resources, educational and community accomplishments of students, wherever and whenever they can 
be captured. The model draws upon two well-established education traditions: Authentic Assessment 
(e.g., Wiggins, 1989, 1990; Stiggins, 2007) and Assessment-for-Learning (e.g., Black et al. 2003; 
Gardner, 2006). Considerable developmental work has occurred in Australia (Education Queensland, 
2004), UK (DFES, 2002, Kimbells, 2008) and the US (Mabry, 1999) on the development of student 
portfolios that enable students to develop and compile digital artefacts as evidence of learning and skill 
development. Queensland has set international benchmarks in portfolio-based assessment in the 
secondary schools, but that work has focused on conventional academic evidence for seniors, rather than 
middle school moderation of teachers’ moderation practices. Our emphasis on participation and 
collaboration in assessment practices, where students are actively involved in assembling evidence, 
describing and evaluating their own achievements and performances, provides students’ with a clearer 
understanding of key skills, continuous development, record keeping and time-management, expanded 
perspectives for self-assessment, and an improved understanding and evaluation of their own 
performances and accomplishments. As a philosophical underpinning for all assessment activities, these 
assessment traditions dovetail with longstanding aims and objectives of informal educators (see infed.org 
and Brader, 2010) working in such flexible learning environments.  
3 ASSESSMENT AS A FIELD OF EXCHANGE 
The sociological view of educational exchanges that translate students’ cultural capital into tangible 
credentials is established (Albright & Luke, 2007; Grenfel 1996). From a Bourdieusian perspective the 
negotiation of value and exchange of capital (in social, cultural, economic and symbolic forms) occurs in 
any field where one person’s habitus interacts with another’s through institutionalised practices (Bourdieu, 
1984). This communication between individuals produces forms of negotiation and competition that allow 
social products, performances and competencies to be treated, and subsequently traded, as forms of 
capital. As education systems become ever more business focused and output orientated it is not difficult 
to interpret educators as a facilitators or translators – assisting students to exchange the culturally and 
historically specific skills they possess for other forms of capital with greater institutional value. Crucial to 
this research project is the notion that at-risk youth re-entering FLCs already possess cultural resources 
that are not easily identifiable in conventional educational schema, thus proving difficult for their 
educators to translate without specific assessment training. Viewing online communication about 
students’ content and learning profiles as informal assessment exchanges, our model theorises 
Bourdieu’s capitals in the field of flexible education to identify and learn from the informal rules that 
govern user moderation practices in social media spaces. These informal exchanges have an important 
role to play in the development of technology driven assessment systems in education, health and 
community and government sectors. The third section of this paper describes how we have amended 
these popular practices in our assessment model in order to further understand if, and how, these 
informal rules of exchange operate in specific flexible learning environments. 
The use of e-portfolios as tools for assessment is well established, yet the informal rules that govern 
online exchanges within these electronic systems are not well understood in social networking or 
assessment communities. Recent and comprehensive overviews of social media use amongst online 
communities have identified the significance and informal nature of these user moderation exchanges 
(Bruns, 2009). To highlight efficient strategies that organisations can use to increase online engagement 
Bruns (2009: 7) recommends a proactive approach that 1) plans for inevitable increases in peer 
moderation processes, 2) provides appropriate tools and mechanisms for this form of social accounting, 
3) helps train the community in their use, 4) enables the community to develop a shared understanding of 
desirable and undesirable forms of participation, and 5) encourages it to share this understanding as a 
set of public guidelines for all contributors. These timely recommendations echo the principles and 
practices of “authentic assessment” and “assessment for learning”, or what Murphy & Hall (2008) call a 
situated view of learning and assessment.  As such an important link is emerging between the orientation 
of social networking user moderation practices, authentic assessments and flexible learning 
environments.  Their relationship centres on participants who are invited to become assessors, 
moderators and judges of digital content, and are subsequently positioned as experts within a community 
of practice (Lave & Wenger, 1991) to moderate, and share their practices with other users, ensuring that 
their online community operates within self-defined and externally enforced standards. Crucially these 
online social media spaces involve an increasing amount of learning that occurs through social, physical 
and cognitive integrated experiences at an interpersonal level. 
Our model allows multiple voices to characterise and make the educational progress of FLC students 
visible in a relevant, relative and systematic manner, thus enabling incremental achievements to realise 
institutional, cultural, social and cultural value. Despite the media furore surrounding social networking 
“friendships” between students and teachers, our research provides demonstrable benefits in the 
adaption of the feedback practices of such popular social media spaces for assessment purposes. This 
model provides learners and educators with transparent and democratic tools, which enable them to 
negotiate context specific benchmarks, as well as providing verbal, visual and numeric representations 
that aggregate self, peer and expert assessments. The model also provides students and educators with 
a detailed log of their educational progress, and an insight into purposes and procedures that we 
anticipate will reduce their appeals against the decisions of educators in high stakes assessments.  
4 MODIFYING SOCIAL NETWORKING MODULES TO FACILTATE ASSESSMENT 
EXCHANGES 
Our model is adapted from a content management system (CMS) designed by researchers at QUT to 
facilitate online community development (yodelservices.com). We have created a purpose-built 
assessment system with associated infrastructure, informed by our research into authentic assessment 
exchanges. We have accommodated the distinct needs of students, staff and the FLC administrators to 
maximise the model’s usage, and we are currently gathering qualitative and quantitative data about its 
uptake across the network. Staff members, administrators and researchers now have the ability to 
produce detailed time and space specific reports tailored for funding, assessment and reflective research 
purposes. This feature allows school term and annual reports to include statistics, commentaries, 
timestamps and geotagging, which depict clusters of activity amongst users, their content and the groups 
to which they belong.  The principles of authentic assessment, flexible learning and capital exchanges are 
embedded within this model, which has been tested and validated by a select group of FLC students and 
staff, and during 2010 we will make the model available to the entire network for whatever educational 
purpose they choose. Having reviewed several online assessment systems we found that few have the 
required flexibility to identify the developmental processes of students’ learning. Kimbells’ (2008) E-scape 
system is a commercially available exception that manages to capture the temporal processes of 
learning, rather than focusing primarily on polished final submissions, and the New Zealand open source 
project, Mahara ePortfolio System, has developed some culturally specific features that have potential 
uses for at-risk youth. Drawing on existing assessment technologies and the findings of other CMS 
applications (Bruns & Humphries, 2009; Tan, 2009) we found that continued use of our model relies on 
appropriate incentives for students, and efficiency gains for staff delivering flexible learning programs. We 
anticipate the need to amend the model as social networking technologies develop further, yet we also 
believe these changes will focus on the incorporation of cross platform gadgets, synchronisation and 
security issues, rather than principles of assessment exchange outlined here. What follows is a list of the 
CMS modules we have modified to satisfy the needs that users of the system have identified as 
important.  
People: There are three types of “people” the model recognises as registered users: Students, 
Supervisors and Administrators. To allay management fears that students might post inappropriate 
content or comments we have placed the power to assign “public” content in the hands of supervisors 
and administrators only. The ability to make content available to unregistered Internet browsers has been 
removed altogether from student accounts. Students are able to upload and revise their own educational 
content, join groups, share their content with groups, discuss, comment, rate, tag and amend their own 
profiles, and enter and judge content in competitions. In addition, supervisors are able to make content, 
groups and profiles viewable to unregistered users through the public view function, create groups, create 
and administer competitions, add standards and rules to groups, and view all previous versions of content 
uploaded to the system. Administrators have full access to all modules in order to manage users, groups, 
content and commentaries. They also have the ability to generate reports and create newsletters. We 
have also made the model flexible enough so that lead students, who use the model to exchange and 
negotiate examples of their work for public consumption, can be promoted to administrate a specific 
group and eventually create and administer groups and competitions. 
Content: the driving force of our assessment model is students’ digital representations of educational 
content, which is distinct from popular social media spaces that do not have an focus on such products, 
performances and artefacts to demonstrate learning processes and outcomes. Text documents, PDFs, 
Movies, Music, Spreadsheets, PowerPoint Presentations and Photos are the common formats that users 
can upload and share. The distinguishing feature here is version control. For example, a student can 
upload a piece of English writing to their profile. In order to upload they must first specify the type of 
content, provide a brief description or educational justification, designate its license type (copyright, 
creative commons etc.,) and provide a location for the content place of creation using geotagging tools 
(optional). Unlike commercial equivalents, in order for the student’s content to receive any feedback from 
peers and FLC staff users, they must first become a member of a group, and then share the content with 
that group. Peers and staff users can then provide unlimited comments and tags, four capital based 
ratings, and can also encourage the content owner to share it with multiple groups, or submit it as a 
competition entry. All user content can also be arranged to build customised resumes for specific 
employment and further training or educational purposes.  
The version control feature facilitates formative assessments by automatically saving all previous content 
and allowing its owner, administrators and supervisors to view the trail of comments that led to an 
unlimited number of amendments. This function provides users’ with the ability to reflect upon multiple 
assessments and resubmit a revised version, and as such is the model’s primary method of capturing the 
development of student’s learning processes. For example, a student can submit a piece of content and 
receive feedback from a staff member who suggests some amendments, which qualify the content for 
formal accreditation. If the student is keen to translate their work into a qualification, as an exchange of 
cultural for institutional capital, they can attend to the assessor’s comments and resubmit the content. 
The model affords staff members additional ways to manage content so they can upload standards and 
exemplars, and associate them with groups. For example, a staff member who teaches a vocational 
certificate course can create a specific group to manage all of the associated tasks and direct students of 
that course to the appropriate unit outlines, criteria, multiple exemplars, assessment matrices and 
checklists.  
Groups: it was important for our assessment model to reflect non-traditional educational outcomes based 
on student interest, as well as curriculum courses and traditional subject areas. Treated the same as 
content, staff members can create groups, which they can choose to be either public or private. Groups 
can also function like virtual classrooms, and they can be created by staff at the request of students and 
administered in collaboration. Such interest based student groups typically focus on popular youth 
activities such a scooters, music and graffiti. It is these interest groups where the research team 
encourages and assists staff members to identify students’ cultural capital and its potential exchange 
value.  
Ratings, Keywords & Tag Clouds: currently used in social media spaces and multi-media players as 
coding systems that categorise and allow for fast searches of content, five star ratings are easily open to 
abuse. For assessment purposes they are simplistic and unproductive. Yet the notion of collating several 
rating combinations (self, peer and expert) has several benefits, especially as our model collates these 
ratings according to sub categories of social, cultural, economic and institutional capital. The model 
combines existing rating system practises with an automated ranking algorithm to offer students’ and 
assessors’ greater levels of complexity and transparency, which operates as an informal, competitive 
incentive system.  
Similarly keywords and tags are gaining credibility as source of research data that combines qualitative 
and quantitative elements, especially when represented through tag clouds (Marti, 2008, also see 
detextive.net, for practical research based applications). These semantic visualisations act as a marker of 
social interaction with digital content, which functions as a suggestive device rather than a precise 
depiction of the underlying phenomenon (Marti, 2008 p.8). As our model encourages assessors to 
appraise student content using the langauge of assessment, a large bank of capital descriptors and tags 
(or keywords) emerge that contribute rich aggregated data for each student submission. This feature 
increases relevant assessment vocabulary, and consolidates a shared language for all users, which 
builds what Sadler (2008b) calls a bank of latent criteria. 
Competitions: Supervisors and Administrators can create and administer competitions. Although we 
have not instigated one yet, we anticipate that this function will act as both an incentive for students to 
use the system, and as way to develop engagement with the model. Dates, rules, judges, criteria, 
people’s choice and voting fields are mandatory for creating a competition, and successful entries 
become publicly viewable through an “expo” menu. However, we are cautious of uptake findings from 
previous research using this particular CMS in school’s located in low socio-economic areas (Bruns & 
Humphries, 2009), which report competitions with low participation rates and several copyright 
infringements.   
User Moderation: If three registered users report a piece of content, comment or tag as inappropriate or 
“dodgy” the owner of that content is sent the following automated email message.   
Dear Andy Brader, 
  
We'd like to bring to your attention the fact that a piece of content you had on Sustainable Selves has 
been temporarily removed from the live site.  
  
The item in question is titled: White tiger. 
  
3 different network members have tagged this piece as “offensive”.  
  
Their opinions are below for your reference.  
  
Sustainable Selves is a User Moderated network, so the opinions of our network members guide our 
decision to remove your content. This of course, includes your opinion, so if you'd like to contact us 
about this, please do so.  
 
Comment1: i am simply testing the functionality of the reporting procedure.... 
Comment2: THIS VIOLATES COPYRIGHT LAW  
Comment3: This piece of music scares me  
 
We will look into this issue as well, and if we agree the item should be removed from Sustainable 
Selves, we'll take it down. If we think it is acceptable, we'll post it back up again.  
 
We will investigate in detail all user moderation practices during phase two of our research. We believe 
that these exchanges have the ability to inform teachers’ moderation of students’ formal work and vice 
versa.  There is no published research making this connection at the time of time writing, and although it 
is clear that user and teacher moderation practices perform distinct functions, this relationship requires 
further investigate in the context of online assessment systems. 
Going Public: students must negotiate with supervisors in order to make their content available for public 
viewing. The public view function acts as the front page to the online model, rotating a showcase of 
students’ work that has been moderated, assessed and deemed suitable for general consumption. All 
comments attached to public content are hidden from public view.  
In essence the public face of this assessment model displays symbolic digital artefacts that FLC students 
and staff have successfully translated into institutional capital. Similar to academic peer review this 
procedure is negotiated between students and staff in line with the principles of authentic assessment for 
learning (Black & Harrison, 2004, Klenowski, 2002, Marshall, 2006).  
 
Procedure for Going Public: (also see Figure 1.) 
1. Student request that staff member converts a piece of their content to public view (content must 
have an educational description, at least one tag, one rating and one capital descriptor from peer, 
self and expert) 
2. After reviewing the content, description, peer, self and expert assessments, the staff member 
responds with one of two options (1. inappropriate for public - must revise and resubmit or 2. 
appropriate for public viewing) 
3. If inappropriate - staff must provide educational and/or copyright reasons and possible 
amendments  
4. If appropriate – staff confirms the request and converts the content to public view 
 
The Cycle of Assessment Exchanges: another key feature is the cyclical design represented below in 
Figure 1. This aspect of the model responds to research findings reported in relation to students’ use of 
school-based social networks. Without a mandatory requirement Tan (2009) found that social networking 
was not something students choose to do within a school context, as they preferred to use the social 
media spaces that most schools block with firewall filters. This student choice, to not participate in extra-
curricula activity, reminds us of Becker's (1977) sociological findings that depicted the way medical 
students learned to disregard any aspect of their course that was not formally assessed. Building on this 
knowledge our research team has created an assessment model that ensures students’ use of the 
system is a mandatory educational requirement, not a optional extra. We envisage many students 
engaging with the social networking and exchange features of the model outside of school hours, but we 
do not assume that all users will be willing participants. To document developmental progress this 
mandatory review procedure ensures that every student works through the process of assessment as 
exchange at least once every six months. 
 
 
 
Figure 1. 
5 CONCLUSION 
Our research team is concerned with deepening an understanding how social networking practices can 
improve the ongoing assessments of the flexible education providers.  As it is now possible to draw on 
the functionality and infrastructure of large data storage providers through cloud applications, our goal is 
to monitor these commercial developments, test them in context specific situations and provide 
recommendations for education providers about their use in online assessment systems that adhere to 
students’, educators’, administrators’ and funders’ requirements. This research based design experiment 
is not a software implementation project, and we do not envisage the FLC Network initiating a fully 
functioning, live version of our model. For technical, financial and institutional reasons the Principle of 
FLC Network has indicated that he is not in a position to incorporate our online model within their existing 
ICT infrastructure. Edmund Rice Education Australia (EREA - formerly the Trustees of the Christian 
Brothers) auspice the FLC Network, and they have a longstanding relationship with a well-known multi-
national IT provider, who is not amenable to accommodating bolt-on software applications for specific 
customers.   
Our model of assessment for at-risk youth enables students to understand and document their own 
educational development in ways that are not visible in the majority of e-portfolio systems currently 
available. Our model provides teachers, youth workers and the like with tools that are adaptable to 
present and future changes in curriculum, standards, moderation, counselling and careers guidance. 
Finally, the model facilitates customised reports that track student development for funding and 
accountability purposes in ways that offer greater control and customisation. This research project 
continues to identify and monitor educational, social, economic and political barriers and opportunities 
associated with the development of such technologies in flexible learning environments. 
 
 
References 
[1] Access Economics (2005). The Economic Benefit of Increased Participation in Education and Training. Sydney: 
Business Council of Australia/Dusseldorp Skills Forum. http://www.dsf.org.au/papers/173.htm Retrieved 
30/06/05.  
[2] Albright, J. & Luke, A. Eds. (2007) Pierre Bourdieu and Literacy Education. London: Routledge/Erlbaum. 
[3] Assessment Reform Group (1999) Assessment for Learning. Cambridge: Cambridge University.  
[4] Becker, H. S. (1999). "Tricks of the Trade: How to Think About Your Research While You’re Doing It." 
Symbolic Interaction 22(4): 385-1387. 
[5] Black, P., C. Harrison, et al. (2004). "Working Inside the Black Box: Assessment for Learning in the 
Classroom." Phi Delta Kappan 86(1). 
[6] Black, P., Harrison, C., Lee, C., Marshall, B. & Wiliam, D. (2003) Assessment for Learning. Maidenhead: 
Open University.  
[7] Bourdieu, P. (1986). The forms of social capital. Handbook of Theory and Research for the Sociology of 
Education, 241-258. 
[8] Bourdieu, P. & Passeron, J.C. (1990) Reproduction: In education, society and culture. 2nd Ed. Trans. R. 
Nice. San Francisco: Sage.  
[9] Bourdieu, P., & Nice, R. (1980). The production of belief: contribution to an economy of symbolic goods. 
Media, Culture & Society, 2(3), 261. 
[10] Brader, A. (2004) Engaging Youth "At Risk": The language of Exclusion. In Vadeboncoeur & Jervis-Tracey 
(2004) Crossing Boundaries: Perspectives across Paradigms in educational research (pp. 39-69). Australian 
Academic Press. Brisbane.    
[11] Brader, A. (2009). Characterising creativity: a holistic methodology for the assessment of creative works. 
Paper presented at the 35th International Association for Educational Assessment (IAEA) Annual 
Conference, Brisbane. 
[12] Brader, A. (2010) Youth Identities: Time, Space and Social Exclusion. Lambert Academic Publishers, Koln. 
[13] Brown, S. (1994). Assessing learners in Higher Education: London. Routledge. 
[14] Bruns, A. (2009) Social Media: Tools for User Generated Content. Vol. 2 Smart Services CRC, Brisbane. 
[15] Bruns, A., & Humphreys, S. M. (2009). Playing on the edge: facilitating the emergence of local digital 
grassroots. Internet Research 8.0: Let's Play, Vancouver. Snurb.info Retrieved 20/01/2010 
[16] Castells, M. (1999). The Information Age: Economy, Society and Culture Volumes I, II, and III. Journal of 
Planning Education and Research, 19, 211. 
[17] Castells, M. (2007). Communication, power and counter-power in the network society. International Journal 
of Communication, 1(1), 238-266. 
[18] Coles, B., Hutton, S., Bradshaw, J., Craig, G., Godfrey, C. & Johnson, J. (2002) Literature Review of the 
Costs of being ‘Not in Education, Employment or Training’ at Age 16-18. London: Department for 
Education and Skills, Research Report 347. 
[19] Comber, B. & Kamler, B. (2004) Getting out of deficit: Pedagogies of reconnection. Teaching Education 15, 
293-310.  
[20] Connolly, S. (2009). Developing authentic achievement for disengaged young people using an electronic 
portfolio system. Paper presented at the 35th International Association for Educational Assessment (IAEA) 
Annual Conference, Brisbane. 
[21] Department for Employment and Skills (UK) (2002) Best Practice Case Studies: Progress Files. Nottingham: 
Progress File Publications.  
[22] Design Based Research Collective (2003). Design-based research: An emerging paradigm for educational 
inquiry. Educational Researcher 32(1), 5-8. 
[23] Dusseldorp Skills Forum (2007) How Young People are Faring: Key indicators 2007. Glebe, NSW: 
Dusseldorp Skills Forum.  
[24] Education Queensland (2004) New Basics Research Program Synthesis of the Research. Brisbane: Education 
Queensland.  
[25] EREA. (2009) Including the Excluded. Flexible Learning Centre Network Paper 2, Term 1. Brisbane. 
[26] Gardner, J. (ed.) (2006) Assessment and Learning. London: Sage.  
[27] Grenfell, M. (1996) Bourdieu and Education. London: Falmer.  
[28] Gruber, T. (2008). Collective knowledge systems: Where the social web meets the semantic web. Web 
Semantics:  
[29] Heath, S.B. & McLaughlin, M. Eds. (1993) Identity and Inner-City Youth. New York: Teachers College 
Press. 
[30] Hodkinson, P. (2002) Alternative models of competence in vocational education and training. Journal of  
[31] Kimbell, R. (2008). "Innovative performance and virtual portfolios-a tale of two projects." Design and 
Technology Education: an International Journal 11(1). 
[32] Klenowski, V & Wyatt_Smith, C. (2008) Standards-Driven Reform Years 1-10: Moderation an Optional 
Extra?  Paper presented at the Australian Association of Research in Education Conference, Brisbane. 
[33] Klenowski, V. (2002) Developing Portfolios for Learning and Assessment: Processes and Principles. 
London: Routledge/Falmer.  
[34] Ladwig, J. (2010 in press) Beyond Academic Outcomes. Review of Research in Education. AERA. 
[35] Lave, J., & Wenger, E. (1991). Situated Learning.  Legitimate Peripheral Participation. Cambridge: 
Cambridge University Press. 
[36] Luke, A. (2003) Literacy and the other: A sociological approach to literacy research and policy in multilingual 
societies. Reading Research Quarterly 38, 132-41.  
[37] Luke, A. & Hogan, D. (2006) Redesigning what counts as evidence in educational policy: The Singapore 
model. In J. Ozga, T. Seddon & T.S. Popkewitz, Eds., Education Policy and Research (pp. 170-184). 
London: Routledge.  
[38] Luke, A., Graham, L., Weir, K., Sanderson, D. & Voncina, V. (2006) Curriculum and Equity: An 
international review. Adelaide: South Australia Department of Education and Community Services.  
[39] Mabry, L. (1999) Portfolios Plus: A critical guide to alternative assessment, Thousand Oaks: Corwin Press.  
[40] Marshall, B., & Drummond, M. J. (2006). How teachers engage with Assessment for Learning: lessons from 
the classroom. Research Papers in Education, 21(2), 133-149. 
[41] Marti A. Hearst, Daniela Rosner,. (2008) "Tag Clouds: Data Analysis Tool or Social Signaller?," hicss, 
pp.160, Proceedings of the 41st Annual Hawaii International Conference on System Sciences (HICSS 2008), 
2008 
[42] Moss, P.A., Girard, B., & L. Haniford (2006) Validity in Educational Assessment. Review of Research in 
Education 30, 109-162.  
[43] Murphy, P. & Hall, K. (2008). Learning and Practice: Agency and Identities, Open University: Sage.   
[44] Oakes, J. (1985). Keeping Track: How Schools Structure Inequality. New Haven: Yale University Press.  
[45] Reid, A. (2005) Rethinking National Curriculum: Towards an Australian curriculum. Canberra: DEST.  
[46] Riele, K. (2006). Youth 'at risk': further marginalizing the marginalized? Journal of Education Policy, 21, (2): 
129 – 145.  
[47] Rusten, E., Ogasawara, T., & Brady K. (2005). Enabling Disadvantaged Youth to Build New Futures. 
Washington, DC: Academy for Educational Development.  
[48] Sadler, R. (1987). Specifying and promulgating achievement standards. Oxford Review of Education, 13(2), 
191-209. 
[49] Sadler, R. (2008a). Indeterminacy in the use of preset criteria for assessment and grading. Assessment & 
Evaluation in Higher Education, (1), 1-20. 
[50] Sadler, R. (2008b). Transforming Holistic Assessment and Grading into a Vehicle for Complex Learning. 
Assessment, Learning and Judgement in Higher Education, 45. 
[51] Stiggins, R. (2007) Assessment through the student’s eyes. Educational Leadership, 67, 8, 22-26.  
[52] Tan, J. (2009) Digital Kids, Analogue Students: A mixed methods study of students’ engagement with a 
school-based Web 2.0 learning innovation. Unpublished Doctoral Thesis. Queensland University of 
Technology 
[53] Teese, R. (2000) Academic Success and Social Power. Melbourne: University of Melbourne Press.  
[54] Vadeboncoeur, J.A. (2006) Engaging young people: Learning in informal contexts. Review of Research in 
Education 30, 239-278.  
[55] Vickers, M., & Lamb, S. (2002). Why state policies matter: The influence of curriculum policy on 
participation in post-compulsory education and training. Australian Journal of Education 46, 172-188.  
[56] Wagner, Z. (1998) Portfolio assessment in vocational education: The assessor’s view. Australian Journal of 
Teacher Education 23, 50-60.  
[57] Wiggins, G. (1989) A true test: Toward more authentic and equitable assessment. Phi Delta Kappan, 70, 9 
(May).  
[58] Wiggins, Grant (1990). The case for authentic assessment. Practical Assessment, Research & Evaluation, 
2(2).  
[59] Wyatt-Smith, S. (2008). Meeting in the Middle–Assessment, Pedagogy, Learning and Students at Educational 
Disadvantage. Evaluation for The Literacy and Numeracy in the Middle Years of Schooling Initiative Strand 
A, QUEENSLAND. Canberra: The Department of Education, Science and Training (DEST). 
 
 
 
